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They have knO\ffi understanding, dedication, 
and love. They have experienced cruel-ty, 
rejection, and ignorance. Their childhood 
''laS not of the storybook variety, carefree and 
idylic. Theirs was earmarked by academic 
failure, social failure and indeed, it often 
seemed, failure to do an)~hing properly. 
Regardless, all energies were directed toward 
eventual normalcy. And now those hoped for 
years are here. 
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CHAPTER I 
INTRODUCTION 
The past fe'" years have '-litnessed a dramatic grm-rth 
in interest in programming for learning disabilities at 
the secondary level. Much of this a-tten-tion has been the 
direct result of (1) PL 94-142 ''ihich assures a free 
l1appropriate ll education to all handicapped children by 1980, 
adolescents and young adults to age Ql included; (2) as 
children, identified as learning disabled in the elementary 
grades have progressed through the programs provided them, 
it has become apparent that the impact of their learning 
disabilities has not been substantially altered, and 
therefore they enter secondary schools still hampered by 
their disability. 
Consequently, ther~ is an urgent need to develop 
adequa-te programs for learning disabled (Ll)) students at 
the secondary level. Effective programs, diagnostic tools, 
educational methods, and service delivery patterns have 
been developed for pre-school and elementary school age 
children, but grm-rth in secondary school programming has 
been much slower and has tended to follow patterns that are 
more appropriate for younger children. The nature of the 
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secondary school and the nature and characteristics of the 
adolesc;:}nt it serves seem to dicta-te a different type of 
program. 
The task of providing an appropriate educational plan 
to meet the needs of the LD adolescent is complicated by 
the limited amount of research conducted on the efficacy 
of different curriculum models. However, this lack of 
empirical support should not hinder our development of 
services. The literature contains many promising sugges­
tions that can be utilized in developing or selecting in­
structional programs for LD adolescents. 
Purpose 
The purpose of t.his paper was to review -the literature 
regarding LD programming and curriculum at the secondary 
level in order to provide a framework for developing 
relevant educational programs for LD adolescents. This 
paper examined: 
1. The vie'vs o:f the professionals in the field 
regarding appropriate program components; 
2. Existil1;C'; models of secondary LD programs in the 
public schools. 
Designing appropriate educational services for LD 
adolescents requires an understanding of the secondary 
schools and of adolescence. Therefore the following areas 
were briefly reviewed: 
1. The period of adolescence in h~~an development; 
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2. Characteristics of LD adolescents; 
3. The nature of secondary schools. 
Scope and Limitations 
This paper dealt with research in the literature from 
1970 to the present. This study dealt strictly with program 
development for the public high school setting. 
Definitions 
Secondary refers to the various organizational 
arrangements, curricula methods, students and other factors 
traditionally associated with grades seven through twelve 
(Marsh & Gearheart, 1978). 
Curricululil 1S a cohesive and comprehensive approach 
to instruction in a given content area. Curriculum in­
cludes a specific programts materials and modes of presenta­
tion used to impart a given subject matter (Goodman & ?>lann, 
1976) • 
Adolescence is the period that begins with the onset 
of puberty and ends when the individual is relatively inde­
pendent of the emotional and financial bonds of the family 
unit and is able to function in the adult society (Harsh & 
Gearheart, 1978). 
Learning Disabilities. The most popular and widely 
accepted definition of learning disabilities is the defini­
tion proposed by the National Advisory Co~mittee on Handi­
capped Children of 1968. 
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Children with special learning disabilities exhibit a 
disorder in one or more of the basic psychological 
processes involved in understanding or in using spoken 
or written language. These may be manifested in dis­
orders of listening, thinking, talking, reading, \vriting, 
spelling or ari-thInetic. They include conditions \vhich 
have been referred to as perceptual handicaps, brain 
injury, minimal brain dysfunctions, dyslexia, develop­
mental aphasia, etc. They do not include learning 
problems due primarily to visual, hearing, or motor 
handic<lps, to r.lental retardation, emotional distur­
bance, or to environmental disadvantages. (Weiderholt, 
1978, p. 15) 
Summary 
The demands of PL 94-142 to provide an appropriate 
education to all handicapped students ages 3 to 21 has led 
to -the recent development of programs for LD adolescents. 
The major objective of the paper was to review the ideas 
of the professionals in the field and to ex&~ine existing 
secondary LD programs with the purpose of providing a frame­
work for developing relevant programs to meet the needs of 
the LD adolescent. This paper also studied the period of 
adolescence, characteristics of LD adolescents, and the 
5 
nature of the secondary school as they relate to secondary 
LD programming. 'The pertinent terns II secondary, II 
lIcurriculum," lIadolcscence,1I and IIlearning disabilities lt 
were defined. A review of the literature follo\Vs in the 
next chapter. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Factors that Influence Program Developlllent 
The Period of Adolescence 
Educa-tors \'Iho plan to \Vork ",ith learning disabled (LD) 
adolescents need to be a\'lare of the unique pressures en­
countered by students in this age group. The secondary 
student must be viewed as a person ,dth different needs, 
interests, abilities, and problems from the elementary 
student. It is just as important to understand students 
as developing adolescents as it is to consider them as 
learning disabled. Therefore an examination of the period 
of adolescence in human development is necessary to an 
understanding of learning disabilities at the secondary 
level. This section presented a review of the physical, 
emotional, and intellectual characteristics of adolescence. 
For the purpose of this paper, adolescence was defined 
as the lIperiod that begins with the onset of puberty and 
ends when the individual is relatively independent of 
emotional and financial bonds of the family unit and is 




& Gearheart, 1978, p. 36). In terns of chronological age 
it can be described as early adolescence from 12 to 15 
years, middle adolescence from 15 to 18 years, and late 
adolescence from 18 to 22 years. T11is paper was pri.Juarily 
concerned with the periods of early and middle adolescence 
since -they comprise the secondary school years. 
Physical Development 
Puberty is a time when the body of a child is trans­
formed into that of an adult by the na-tural process of 
maturation. 1'he comparatively gradual gro\.....th period of 
childhood erupts into significant gro\~h and rapid physical 
changes in body size and shape as well as the appearance 
of secondary sex characteristics. Although physical matura­
tion occurs under independent genetic control, the age at 
which it begins varies from adolescent to adolescent (Faigel, 
1970). Puberty development tends to occur more slo\vly in 
males. In the Boyce Medical Study, 232 boys and 255 girls, 
ranging in ages from 10 to 14, were exaoined to determine 
the level of biolo~ical maturation and the condition of 
health. Developmental status for each subject was deter­
mined through a classificatio:ll system that assigned each 
subject -to one of five categories on a continuum from 
evidence of secondary sex characteristics (Level I) to 
complete development of secondary seA~al characteristics 
(Level V). Remarkable differences ,vere found between boys 
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and girls. Sixty-two percent of the boys were classified 
In Levels I and II, while only 14% were classified in Levels 
IV and V. Fifty-seven percent of the girls were classified 
in L~vels III, IV, and V. The results were not surprising 
since they confi~led other research concerning the matura­
tional superiority of females. They did reveal that such 
differences existed even though the subjects were from 
families ,qhich had a high level of health care and nutri ­
tion. The data clearly indicated t,w distinct groups 
maturationally. The majority of males developed at a slower 
ra,ce. This rate of development may account for the higher 
incidence of school failure as unrealistic academic 
expectations are made. Therefore educators must be 
careful,.,hen using chronological age alone for classifying 
students because it can lead to unrealistic expectations 
(Marsh, Gearheart & Gearheart, 1978). 
The biological changes experienced by the adolescent 
also stimulates sexual drives. This sudden development 
of physical and sexual maturity can be unsettling. 
Cognitive Development 
It is during adolescence that the individual can reach 
hicrher levels of functioning. Piaget suggested that during 
adolsecence individuals can attain formal operations. Formal 
operations or abstract thinking is the process whereby the 
individual can conduct various mental operations 'vithout 
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reference to concrete materials. In this stage the 
individual takes a logical systematic approach to problem 
solving. At formal operations the individual can apply 
his theories to social problems, hypothesize consequences 
or possible solutions to various problems (Hiller, 1978). 
The LD adolescent is capable of dealing with any of the 
abstract concepts found in the content of secondary school 
curriculum just as any other adolescent with normal intelli ­
gence. However, the restrictions of poor reading ability 
inhibit learning and foster the appearance of inability to 
deal with abstract concepts. 
Emotional and Social Development 
The LD adolescent lias often described as \vithdrmm, 
aggressive and defiant. These descriptions could also be 
applied to any adolescent. All teenagers had body image 
problems, ,,,ere depressed and were cheerful (Giffin, 1971). 
Adolescents appeared to have a great need for acceptance 
and for feelings of success and confidence. The impor­
tance of the peer group reached its peak during these 
years. No adolescent wanted to be different from his peers 
especially in behavior and dress (Paigel, 1970). During 
these teen years life becomes real. "II/ork at school becomes 
important not just to please parents but because the adoles­




by adults often results ~n sullen or withdrawn behavior" 
(Hagin, 1971, p. 14). 
Erickson (1968) contended that the primary task of 
adolescence was to develop independence. Adolescents must 
also accept a system of values and establish an individual 
sense of iden-tity. As adolescents try to establish 
independence and identit;y they are often critical of the 
\vorld and authority. In spite of this desire to be 
autonomous the adolescent needs security. These two con­
flicting forces cause the adolescent to be unpredictable 
and ambivalent about how to react to the world (Mercer, 
1979). 
Adolescents in urban-industrialized nations tended to 
acquire a sense or identity as preparation for occupations 
and. careers were undertaken. Academic failure due to 
poor achievement prevented the acquisition of academic 
credentials which restricted occupational opportunities. 
This may lead to identity crisis which was often counter­
acted by engaging in crime, drug abuse, or other deviant 
behavior (Harsh, Gearheart & Gearheart, 1978). 
Adolescence \'las often viewed as a period of storm 
and stress. 
Behaviors such as overeating, oversleeping, extreme 
outbursts of -temper, extreme withdrawal, oversensitivity, 
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time panic or overactivity were generated or 
extinguished according to the level of stress an 
adolescent associated with an obstacle. (Desltier, 1978, 
p. 60) 
The influence of a particular culture dictated sex roles 
and the status of indbriduals. I'!ores defined and shaped 
acceptable behaviors. Therefore, depending on the culture, 
the social mores and customs can cause adolescence to be 
stressful or placid. Storm and stress may very ,"ell be 
associated with adolescence in the industrialized nations 
for reasons related to economic factors. The adolescent 
in America is financially dependent on the family long 
after emotional dependence is \'leakened (Harsh, Gearheart, & 
Gearheart, 1978). 
In dealing 'with a teenager I s emotional development it 
lS important to remember that emotional maturity is also 
irregular in both its onset and course. 
In conclusion the period of adolescence from 12 to 18 
years was characterized by significant growth and rapid 
physical changes in body size and shape, and the appearance 
of secondary sex characteristics. Studies showed that males 
developed at a slower rate. Search for identity and 
independence were considered major goals of adolescence. 
Conflicts during this search may lead to negative behaviors. 
Peer acceptance was of great importance to the adolescent. 
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It ,..as noted that emotional maturity was irregular 1n its 
onset and course. 
Characteris'tics of Learning Disabled Adolescents 
Second~ry LD students are adolescents subject to the 
demands and influences unique to that period of development. 
In order to set up a curricullli~ or remedial program it is 
necessary to know what distinguishes LD students from the 
larger group. There has been much studying to define char­
acteristics of LD students at the elementary level but 
little research has been done on the older LD pupil. The 
learning problems and behavior characteristics presented by 
any group of LD students are diverse and it is difficult to 
list characteristics when there was so much variation 't'lithin 
a population. Although the presence of anyone characteris­
tic is not necessarily conclusive nor required in deter­
mining a learning disability, recognizing these characteris­
tics is pertinent to understanding ho'''' these students learn 
and perform. The ten most co~~only cited behavior 
characteristics based on the research of Clements in 1966 
are: 
(a) hyperactivity 
(b) perceptual-motor impairments 
(c) emotional lability 
(d) general coordination deficits 




(g) disorders of memory and thinking 
(h) specific learning disabilities 
This listing \Vas based on research conducted with children 
rather than adolescents (Deshler, 1978b, p. 50). 
l~oban and Lukens (in Deshler and Alley, 1979), found 
that. a learning disability was long lasting or permanent. 
They also noted that the disabilit,y may l'ilanifest itself in 
different \'lays as the child. matures and the demands of the 
schools change. By the time a child \~ith learning dis­
abilities reached adolescence many of the more obvious 
characteristics he may have had as a younger child became 
more subtle or controlled. This was due in part to physical 
maturation ,~hieh helps the central nervous system (eNS) 
to Hcat-eh Upll ane. to the learning that has occurred about 
acceptable t)~es of behavior, and about compensations the 
student may need in order to get along (Rogan, 1971). This 
section examined the changes in characteristics of the 
older LD student. 
Hyperactivity. Wilcox (1970) noted the LD adolescent 
I1does not engage in the frantic to-and-fro purposeless 
mot,or activity that is seen in the five or six year old tr 
(p. 7). The behavior of the adolescent who is hyp.eractive 
,vas characterized by more subtle actions such as finger 
or objec·t tappi~~, grimacing, or tics. 
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Perceptual-motor impairments. Perceptual irregularities 
appeared to improve with age. The LD adolescent may effec­
tively compensate for or avoid certain activities that would 
reveal deficits in time, size differentiation and distance 
(Wilcox, 1970). For example, he may handle left-right 
discrimination by cues such as lithe watch on the arm or 
the freckle on the hand ll (I-Iagin, 1971). Heeting the 
schedule demands of school and home could be particularly 
devastating to older LD students with time perception 
problems. 
Emotional lability. The LD adolescent was extremely 
concerned '\vith what others felt about them and about the 
way they were treated. Often they were not self sufficient 
and seemed to over-react to any negative factor in their 
environment, Sarcasm, anger outbreaks, and loss of control 
on the part of adults seemed to be particularly disastrous 
for this age group (Drake & Cavanaugh~ 1970). 
General coordination deficits. Fine and gross motor 
coordination also improved in the teenage years with matura­
tion but significant problems still existed (Siegel, 1974; 
'vilcox, 1970). Deshler (1978b) noted that the handwriting 
of LD high school students was generally illegible with 
cramping and poor spacing occurring frequently. Note 
taking in classes may be inadequate because of difficulty 
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in writing. Gross motor difficulties may be detected 
through clumsiness in physical educa-tion classes or social 
functions such as dancing. ~fllen a student did not feel 
he fit in with the physical world, his self-esteem was 
damaged (Deshler, 1978b). 
Disorders of attention. The LD adolescent was less 
dis-tractible and his attention span had lengthened. This 
improvement may be due to maturation or it could be an 
indirect result of peers \vho will not tolerate interrupting 
behaviors they themselves had outgro,m (Deshler, 197 8b) • 
\vilcox (1970) has noted that the improvement in attention 
span in older students was not sufficient for the long class 
periods and lectures common in secondary schools. \vilcox 
maintained that attention problems may be exhibi-ted in tlw 
ways: those that canno-t pay at-tention and distract others 
and those who are paralyzed and cannot concentrate for long. 
Tuning out external or internal stimulation is still diffi ­
cult for the older student. A student "\"ho is expected to 
conplete assignments at home or in a study hall with a 
large number of students and movement of people ,'lill likely 
have trouble concentrating (Hagin, 1971; Rogan, 1971). 
Disorders of thiru<ing. This may be the most obvious 
and easily recognizable trait in LD adolescents. The 
student cannot think things through to comple-tion, 
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is disorganized in study routines, and general school "'lork 
(Wilcox, 1970). Deshler (1978b) listed several study skills 
that may be absent. They included: (a) arranging a study 
schedule; (b) organizing information; (c) reviewing 
frequently; (d) realizing the difference between familiarity 
with material and knowing material; and (e) knowing who and 
how to ask for help (p. 58). They may pick out details 
rather than main ideas and have difficulty summarizing, 
reporting, questioning, and evaluating information. This 
may reflect abstract thinking problems or a "looseness" 
in thinking where all ideas are of equal importance (Rogan, 
1971). Test taking was difficult for secondary level 
learning disabled students. They lacked such skills as: 
(a) determining the type of questions a teacher may ask; 
(b) answering easy questions first; (c) allotting time 
properly during -the test session; (d) answering all ques­
tions; and (e) checking answers (Deshler, 1978b, p. 58). 
Disorders of memory. Underlying all of a child's 
learning activities was memory of one kind or another 
which enabled a child to accumulate, store and retrieve 
past information. Hany LD adolescents may be deficient 
overall in this area or may be selectively deficient. 
Memory is not a singular mental ability. There are several 
types. A student could have a good memory for events and 
17 
experiences in his life but have great difficulty remember­
ing rote learning such as multiplication tables. Many times 
poor memory was attributed to disinterest, lack of effort 
or poor motivation. In fact, low motivation may exist. 
The LD student has not had much success with memory exer­
cises and has learned not to expect much success (Rogan, 
1971). 
Poor feedback. All of our activities are accompanied 
by a constant process of monitoring their qunlity and 
accuracy. As an act is in process the individual's monitor­
ing system is tuned in to the act ready to revise, correct, 
or change intensity. Many LD students do not monitor 
themselves efficiently (Rogan, 1971). Siegel (1974) 
has suggested that a faulty feedback mechanism in older LD 
students could delay their ability to interact appropriate­
ly. Deshler (1978b) found LD adolescents evidenced a moni­
toring deficit on academic tasks that required detection 
of self generated and externally generated errors. 
Specific learning disabilities. Learning disabled 
adolescents exhibited specific language disorders in 
reading, spelling and writing. Deshler (1978b) noted that 
learning disabled adolescents 
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lacked many skills basic to the academic process. The 
student will experience little success in the academic 
curriculum until he masters sufficient survival skills 
and techniques. Only then will the student be able to 
function independently in the academic setting. (p. 68) 
Poor social perception. Poor social perception, one of 
the most apparent problelns of many older learning disabled 
students, may manifest itself in the following ways: 
(a) inability to generalize from one situation to another; 
(b) oversensitivity to reactions of others; (c) inflexi­
bility in acting; (d) difficulty accurately interpreting 
moods and communication (verbal and nonverbal) of others; 
and (e) difficulty in detennining the impact of onels 
actions on others ( eshler, 1978b). 
Of equal concern was the need to consider those variables 
that relate to adequate social adjustment as well as educa­
tional success. 
By adolescence there is a high probability that learning 
disabled students will experience the indirect effects 
of a learning handicap as manifested in poor social 
perception, low self concept, or reduced motivation. 
(Deshler, 1978, p. 68). 
The long duration of a learning disability and the 
experiences encountered as a consequence of this disability 
may affect motivation, interes~ and the desire to attempt 
to learn. The LD student appeared to be indifferent or 
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resistant to learning. His learning problems may have 
resulted in a great deal of anxiety and led to all kinds 
of defense mechanisms against anxiety (Strother, 1971). 
He may become aggressive and adopt the role of "hood" or 
he may withdraw starting with missing classes moving to 
truancy or dropping out of school. Defenses may take the 
form of denial, or putting on a front that maintained that 
reading was unimportant (Hagin, 1971; Vance, 1977). 
Siegel (1974) thought the greatest single handicap of the 
LD adolescent was an aversive personality that repelled 
rather than attracted people. The negative ramifications 
of such a personality for school success, social adjust­
ment, and employment opportunities were obvious. 
Drake and Cav3naugh (1970) stressed the damaging 
effects that failure in school settings had on self-concept. 
They observed feelings of depression and guilt in LD 
adolescents. They noted continual academic failure caused 
students to doubt their intelligence; consequently, fears 
of mental subnormality developed. 
One of the most obvious aspects of personality associated 
with success or failure was the presence or absence of 
motiva-tion. Bradfield (1970) suggested LD adolescents who 
faced constant failures and frustration had a high fear 
of failure and in turn evidenced low lnotivation to achieve. 
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Drake and Cavanaugh (1970) pointed out that continual 
failure eventually discouraged students from even trying 
to perform academic related tasks. 
Swnmary. Lear.:ling disabilities characteristics were 
noted to be manifested in more subtle or controlled ways 
as compared to the elementary age student. Maturation and 
previous learning experiences were cited as possible causes 
of these changes. Those factors relating to adequate 
social and emotional adjustment were considered of equal 
importance to those characteristics relating to educational 
success. 
The Nature of the Secondary School 
}1any LD programs at the secondary level are often 
imitations of the elementary resource room model. This 
approach is not satisfactory because it fails to consider 
the changes in academic demands and disregards the realities 
of secondary curricullli~. The nature of the secondary school 
must be considered \vhen planning for learning disabled 
adolescents because the special program will be part of a 
larger comprehensive school program. This section examined 
curriculum changes, academic demands and teacher competencies 
unique to the secondary level. 
21 
Curriculum changes. Marsh, Gearheart and Gearheart 
(1978) and Wiederholt (1978) noted that secondary 
curriculum was based on content acquisition. A curriculum 
at the secondary level consisted of required courses and 
elective subjects. Most high schools used the Carnegie 
unit for evaluating progress. A student needed to earn 
credits in required and elective courses to be promoted 
and earn a diploma. A unit of credit was usually equiva­
lent to two semesters of work. 
Some junior high schools offered as many as 130 or 
more courses and many high schools offered a curriculum 
with 200 to 250 different courses. Successful completion 
was based on attending classes regularly, maintaining 
acceptable behavior and completing course assignments to 
the satisfaction of instructors. 
Cou.rse content ""as most often presented in an abstract 
way and there was a heavy reliance on reading for basic 
instruction and acquisition of information. 
In most schools, a letter grading system is used to 
evaluate performance of students. Letter grades do not 
take into account the abilities and individual learning 
styles of students. Nor do they necessarily reflect the 
students' level of academic achievement or mastery of the 




Academic demands. In an article entitled IIpsycho­
educational Aspects of Learning-Disabled Adolescents ll 
Deshler (1978) listed the following academic demand changes 
ln the secondary schools. 
1. The seco~dary curriculum demanded not only the 
basic skills of decoding and accuracy in reading but also 
demanded competence in comprehension, vocabulary development, 
and speed. It is assumed that by the time students reach 
the secondary school they have mastered the basic skills 
emphasized at the elementary level. 
2. Written expression is of great importance at the 
secondary level. Curriculum requirements rely heavily 
on written responses such as note and test taking and 
assignment completion. 
3. Successful completion of curriculum requirements 
in the secondary school is facilitated if students have the 
listening skills necessary to handle the information that 
comes through lectures, directions, and normal conversation. 
4. Secondary level students are expected to assume 
responsibility for completing assignments, test reviet'is, 
setting their own structure and meeting schedule demands. 
Staff changes. The LD adolescent has five to seven 
teachers who teach 150 to 160 students a day. These depart­
mentalized teachers are subject matter specialists. They 
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typically have little background in special education and 
many times are unmV'are of the special needs of the learning 
disabled student. They may find it difficult to individualize 
instruction when they see so many students (Vance, 1977). 
Brown (1978) noted that \vith a larger number of staff 
members a student needed to learn a variety of response 
patterns to many kinds of adults. 
In summary, the nature of the secondary school was 
found to be different and unique from the elementary setting. 
The next section explored several program options that could 
be used at the secondary level with LD students. 
Program Components 
Little consensus exists as to what components are 
desirable in a program for secondary LD students. Existing 
secondary programs are characterized by widely differing 
curriculum focuses. Leaders in the field vary widely in 
their views of appropriate philosophy and goals as well 
as areas to be included in the curriculum. This section 
examined the opinions and suggestions of experts in the 
field regarding desirable components of secondary LD pro­
grams. At this point we have to rely on informed opinions 
and trial and error experimentation to design and implement 
appropriate secondary servic0s. 
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Opinions of the Experts 
Several authorities (~Iann & Goodman, 1976; Laurie, 
Buch\'1ack, Silverman & Zigmond, 1978) supported programs 
that focused on remediation of basic skills in the areas 
of mathematics (math) and language arts. The activities, 
materials and instructional objectives are similar to those 
used with the elementary aged LD student. 
Mann and Goodman (1976) proposed the following program 
compon.ents: 
1. A basic education program that teaches basics in 
mathematics and language arts to a sixth grade mastery level. 
2. Integration into the regular program when mastery 
level is reached. 
3. Exclusion of process based training. 
4. Management of content area curriculwn by regular 
education. 
5. Achieve a balance between academic and career 
education. 
6. Provide services between total containment 
and total integration. 
Lerner (1976) suggested the responsibility of the 
secondary LD program was to (a) offer speci<llly designed 
courses; (b) tutor students in a variety of courses; and 
(c) remediate basic skills. She concluded that remediation 
be closely related to academic problems in the content area 
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classes. She supported a service delivery model that 
offered several options on a continuum from self contained 
to resource room. 
Another orientation stressed a compensation based 
approach which focused on a student's strengths, providing 
strategies and procedures for acquiril~~ information through 
nontraditional methods, i.e. tapes, tutoring, visual 
aids (Bradfield, 1970; Gull, 1978; Marsh, Gearheart & 
Gearheart, 1978). 
Drown (1978) and Harsh, Gearheart and Gearheart (1978) 
noted secondary education l1as substantially different from 
elementary education and the traditional remediation 
orientation, which may be successful at the elementary 
level, needed to be changed. Marsh, Gearheart and Gearheart 
(1978) suggested the use of accommodation and compensatory 
teaching as the primary approach to meeting the needs of 
the LD adolescent. They believed the emphasis should be 
focused on existing abilities and skills rather than on 
disabilities. \Vhen using accommodation and compensatory 
teaching the focus is on changing the learning environment 
or academic requirements so the s·t.udent may learn inspite 
of weaknesses or deficiencies. They saw "limited value in 
the pract~ice of students visiting the resource room for the 
single practice of receiving remedial instruction in reading 
or arithmetic ,.,hile they are expected to cope with rigorous 
demands of several teachers and to glean meaning from text 
books that are far too difficult" (p. 16). 
26
 
Brown (1978) believed the secondary LD program must 
consider the interests of the students, demands of content 
area,and social needs. She thouGht the major components 
of the LD curriculum should be: (a) teaching of study 
skills and test taking skills; and (b) teaching students 
behavior management so they can Iloperate ll in various classes 
with a 'wide range of teacher behaviors. 
Another program orientation mentioned in the literature 
was tutoring. The major emphasis of this approach was to 
provide instruction in academi~ content areas. The LD 
program I s major responsibility \"as to help maintain the 
learning disabled student in the re~~lar curriculum (Deshler, 
Lowrey, & Alley, 1979). Fe,,, authori,ties recommended this 
approach. as the primary focus of the secondary LD program. 
Laurie, Buchwach, Silverman and Zigmond (1978) saw tutoring 
as an inadequate program emphasis because: 
1. Students with serious deficiencies 1n reading, 
writing, spelling, and arithmetic needed to spend their time 
with special educators on remediation of basic skills. 
2. Full responsibility for failure to perform adequa'te­
ly in regular classes was being assigned to the LD student. 
Deshler, Lowrey and Alley (1979) noted that (a) tutoring 
was a short term solution; (b) the student did not acquire 
sl ills that would help him to funct~ion more independently 
and that ,.,ould generalize to other content areas or 
assignments; (c) the major responsibility for delivery of 
content area material is shifted from reb~lar classes to 
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the LD program; and Cd) the LD teacher may not have 
appropriate training to tutor adequately in all content 
areas. 
Bradfield (1970) and Wiederholt (1978b) advocated a 
curriculum that emphasized teaching students to function in 
society. Bradfield (1970) defined the goal of education for 
LD students lias the preparation of the child for the 
achievement in the world of work and the gain of personal 
satisfaction from that achievement ri (p. 85). To provide 
adequate vocational ability for the LD adolescent, he 
stressed the development of the follO\iing areas: (a) 
social skills; (b) intellectual ability; (c) academic 
ability; and (d) motivation. 
\viederholt (1978b) believed the curriculum taught 
to LD adolescents should relate to skills and knowledge 
needed by the students to function competently and indepen­
dently in society. He suggested that each subject taught 
to LD students should be analyzed as to its relev<:lnc0 for 
adult functi nal competency. 
Alley and Deshler (1979) proposed a learning strategies 
approach to teaching LD adolescents. 
Learning strategies are defined as techniques, 
principles, or rules that will facilitate the acqui­
sition, manipulation, integration, storage, and re­
trieval of informa-tion across situations and settings. 
(p. 13) 
A Ie rnin~ strategies approach was designed to teach students 
ho,., to learn rather than to teach specific content. .6. learning 
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strategies approach identified specific strategies, teclmiques, 
and rules that the student can use in coping \'lith the demands of 
the secondary curriculum and eventually in adjusting to a highly 
technical and rapidly changing \'lorld. Alley and Deshler (1979) 
sta-ted that it is 11 important that students have the ability to 
apply appropriate strategies in life that \.,rill allo\ll them to cope 
with demands in the job market and in family and personal ad­
justment,s" (p. 13). 
Alley and Deshler noted the type of youngster that could best 
be served under a learning strategies approach were those that 
(a) could read above the third-grade level; (b) could deal \'lith 
symbolic as well as concrete representations; and (c) demonstrat­
ed at least average intellectual ability, scoring in the 85­
115 I.". ranoe. 
Some authorities (Bradfield, 1970; Bro\m, 1978; Lee, 1970; 
Ruebel, 1979) maintained curricullL.ll for secondary LD students 
should be centered on the attainment of social skills and self 
esteem. Bradfield (1970) reported that research has shown that the 
majority of handicapped persons who are unable to maintain 
jobs or to function adequately on the job seem unable to do 
so not because of their handicap, but because of their in­
ability -to function within the social frai11.ework of their 
occupation. (p. 86) 
Nany authorities (Deshler, 1978; Goodman & Nann, 1976; Harsh, 
Gearheart & Gearheart, 1978; }Iauser & Guerrieo, 1977; Wiederholt, 
1978; and Ysseldyke, 1978) supported the issue that process train­
ing, which may be successful at the elementary level, was ineffec­
tive for LD adolescents. This argument was largely based on the 
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theory that abilities relevant to learning have matured by age 
9 to 14. 'Wepman, Cruickshank, Deutsch, 1'1orency, and Strother 
(in Ysseldyke, 1978) stated: 
For the child above nine years of age, intervention will 
need to be thought of as mainly compensatory rather than 
corrective. iVnere perception problems of discrimination, 
memory, sequencing, closure, or spatial orientation still 
exist, direct remediation is unlikely to be effective, 
since basic processing ability is by this age as developed 
as it ever will be. (p. 118) 
Marsh, Gearheart and Gear~ea~t (1978) saw: 
limited value in the practice of s·tudents visiting the 
resource room for the single practice of receiving remedial 
instru.ction in process areas while they are expect­
ed to cope with 'rigorous demands of several teachers and 
to glean meaning from text books that are far too diffi ­
cul·t. (p. 76) 
The review of literature offered many suggestions and 
opinions regarding desirable components to include in a secon­
dary LD program. Deshler (1978a) n.oted that ,~hen these major 
programming trends began to emerge a few years ago, profes­
sionals viewed. them as mutually exclusive and matters of 
II ei"ther or decisions. II However, as these program options have 
been observed in operation, professionals are beginning to ac­
knowledge ·tha-t each approach may have potential value for a 
specific set of LD students under certain conditions. 
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h"iederhol t (1978) suggested the following components 
form the core of curriculum for most LD adolescents: (a) 
development of basic skills; (b) compensation for their 
absence; (c) assistance in selecting realistic careers; 
and (d) opportunities to learn the skills needed for these 
careers. 
Deshler and Alley (1979) found it unlikely that anyone 
curriculum approach or instructional model would satisfy 
the diverse needs of the LD adolescent. 
Cruickshank (1976) indicated the order of priorities 
in any secondary program: career education preparation, 
improvement of basic skills, development of social skills. 
Summary. The review of literature identified three 
major programming options: (a) a remedial program; (b) 
a compensatory based approach; and (c) a functional program. 
Process training was overwhelmingly opposed in the literature. 
Maturation, lack of time and irrelevancy were the main reasons 
for opposing process training. Tutoring, as a program 
emphasis, was favored by only a few experts. Attainment 
of social skills and self esteem were considered by some 
to be the main functions of the LD program. 
National Surveys 
In 1979, Deshler, Lowrey and Alley conducted a nation­
wide survey of existing learning disabled programs offered 
to secondary LD adolescents. The study was designed to 
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confirm the predominant program options for LD adolescents 
specified in the literature and observed in operation in 
various school districts. Results of the data from 98 
secondary LD programs suggested five relatively distinct 
approaches to serving the LD adolescent. Although most 
programs contained some elements of each of the other pro­
gram options, they did reflect a primary emphasis. The 
percentage figures below represent a percentage of all 
programs surveyed: 
Basic Skills Remediation Approach 45% 
Tutorial Approach 24% 
Functional Curriculum Approach 17% 
\'lork Study Approach 5% 
Learning Strategies Approach 4% 
Touzel (1978) surveyed a panel of national experts 
regarding the main factors they felt should constitute a 
secondary LD curriculum. The experts represented ten 
colleges and universities, two public school systems, a 
hospital for handicapped students, and a medical school. 
The panel was representative of all geographic areas of the 
United States. The panel members showed a high level of 
consensus that a philosophy for secondary learning dis­
abilities curriculum was to include: (1 ) survival skills 
(77% high agreement; 15% moderate agreement); (2) in­
dividualization of student goals (6 9~~ high agreement; 
23% moderate agreement); (3) career and vocational developmnet 
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(69% high agreement; 15% moderate agreement). Social 
competence was not considered to be as significant a factor 
as ·those mentioned (6 2)~ indicated moderate agreement). 
The panel reached a high level of consensus that the 
major goals of the curriculum should be: 
1. functional coping and survival skills 
2. vocational and career development (69% high 
agreement to both). 
Consensus was not reached concerning the role of academic 
remediation of reading, writing, spelling and math skills. 
Lerner, Evans and Meyers (1977) sent a questionnaire 
to junior and senior high school LD teachers in the Chicago 
and Denver areas. The purpose of the survey was to deter­
mine the basic p~~losophy utilized in teaching LD adoles­
cents. The resu.l:ts were: 
1.	 Two areas were ranked equally as the philosophy 
of highest priority. The belief that (a) primary 
function of the LD program was remediation of 
deficit learning processes and (b) basic academic 
skills should be taught using special education 
materials. 
2 .1'eaching basic academic skills using classroom 
materials was given next important emphasis. 
3.	 Te~ching pre-vocational and vocational skills was 
ranked least important by teachers. 
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These results raised several concerns: 
1.	 The value of process training has become a debatable, 
critical issue. Whether we can train processes in 
isolation and whether such training transfers to 
the complicated tasks of reading, spelling or 
math are particularly relevant issues to teaching 
LD adolescents. Given complications of adolescence, 
limitation in time, years of past failures and the 
need to make remediation relevant to academic needs 
one must question the emphasis given to teaching 
basic proc~sses. 
2.	 The low priority given to vocational skills is 
an issue that needs examining. Hany of the students 
will have difficulty with higher education and 
need some form of guidance to enter the job market. 
3.	 Th~ reluctancy to use r8gular classroom materials 
as a vehicle for remediation is a concern. Such 
materials can serve as highly motivating devices 
because of relevancy to classroom assignments. They 
can reinforce the information to be mastered. 
In conclusion, the surveys examined showed that widely 
differing views and practices existed among professionals 
responsible for educating future LD teachers and LD adoles­
cents. Following is a review of existing LD programs in 





Goodman (1978) and Goodman and Mann (1976) reviewed 
several programs funded under Title VI-G by the United 
States Office of Education (USOE), Bureau of Education for 
the Handicapped (BEH) as Child Service Demonstration Centers 
(CSDC). They found the following programming trends ~n 
the programs examined: 
1.	 use of resource room coupled with modification of 
-the regular classroom program 
2.	 emphasis on keeping students mainstreamed 
3.	 a diagnostic-prescriptive instructional approach 
4.	 individualization of instruction 
5.	 development of resource and information centers 
6.	 providing in-service training. 
Pittsburgh Child Service Demonstration Center. The 
intentions of the project, funded under Title VI-G, ,...ere to 
design comprehensive educational services for inner city 
students in grades 6 to 12. The major components of the 
model were to offer: (a) direct services provided ~n a resource 
room, called a Learning Lab, by a trained LD specialist, and 
(b) indirect services to mainstream teachers by a trained 
specialist, to help them accommodate to the needs of the LD 
student in the regular classroom. The major goals were: 
(a)	 remediation of basic academic and social skills, and 
(b)	 daily maintenance in the mainstream. 
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The model program involved three phases: 
1. Planning. The planning phase consisted of meetings 
with the school principal and the support staff (counselors, 
psychologists, social workers, and remedial specialists). 
An inservice for the entire staff to explain the program and 
an inservice for the LD specialists to introduce the model, 
and -to review roles and responsibilities were also conduc-t­
ed. 
2. Identification. Teacher referrals were the main 
source of identification along with student referrals. Assess­
ment by a diagnostic team followed. Student placement 
into the program was based on: (a) a full scale I.Q. of 80 
or above; (b) significant underachievement in reading 
and/or mat,h (determined by a formula); and (c) absence of 
severe emotional disturbance. 
3. Intervention. Intervention strategies were provided 
through direct and indirect services. Direct services 
included: (a) teaching basic academic skills using a dia­
gnostic prescriptive approach. New skills were taught in 
thr'ee phases: Presen-tation ""here skills, related to real 
life situations and student interests, were presented in 
teacher directed activities using cues, promp-ts and 
mnemonic devices; Practice stage provided opportunities to 
improve at the student's own rate with decreasing amounts 
of direct instruction and cues; Mastery stage was reached 
when the student could perform the skill independently. 
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Continued concentration on increasing the rate and accuracy 
of responses was emphasized. Skills were taught at t'iO 
levels: (1) skills in isolation and (2) application of skills. 
(b) Group meetings for development of social and be­
havior skills. A School Survival Skill curriculum had been 
developed. The curriculum focused on coping skills as 
well as s"tudy skills, test taking skills, and career and 
vocational goals. 
(c) C<:lreer exploration ,.,as provided by the Pittsburgh 
Public Schools' Occupational-Vocational-Technical-Educa­
tion program. 
Indirect services included (a) consultation to main­
stream teachers, and (b) parent education (Zigmond, 1978). 
Oklahoma Child Service Demonstration Center. The 
Oklahoma "Alterna"te Path to Learning" nationally validated 
by the USOE on October 18, 1976, ,.,as a secondary program 
serving LD students in grades 7 to 12. Hajor components 
of the program included: 
1. A resource room staffed by a certified learning 
disabilities instructor. 
2. .A diagnostic-prescriptive approach to identifying 
the students' strengths and weaknesses. 
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3. A multi-media library with a variety of materials 
specifically selected for secondary LD adolescents. 
4. An individualized affectivo developr;lent progrD.m 
designed to improve social emotional blocks to learning~ 
typical of secondary LD students. This included group 
counseling. The goal of the model was eventual placement 
back into the regular classroom. This occurred when the 
(a) learning problem was compensated for or remediated to 
grade level~ or (b) a level of competency and/or confi­
dence was achieved so that the student could succeed with 
some modification to his curriculum in the regular class. 
The diagnostic-prescriptive intervention system 
included: 
1. Restoring the students sense of security through 
success oriented prescriptions: 
2. Discovering the students' area of confidence. 
This involved identifying (a) the students' inte~est area 
to stimulate motivation~ and (b) the students' instructional 
level to ensure opportuni-ties for academic success. 
3. Advancing the student from area of confidence 
through a series of challenge steps to eventual academic 
success. 
(a)	 Step 1 consisted of expanding the interest 
area of the student while remaining on the 
previous instructional level. 
(b)	 Step 2 involved increasing the instructional 
level.while remaining in the previous interest 
area (Murphy~ Nason and Wilson, 1980). 
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Individualization, insured success at each step,and 
student involvement in establishing their alternate path to 
learning were important factors in this model. 
In order to provide for individual differences the 
program incorporated several instructional approaches: 
adapting instruction, compensatory teaching, remediation 
of basic skills and specific concepts, and developmental 
instruction. 
The model claimed (a) tripled reading achievement (W~~T 
and Durrell Reading Test), (b) 5% to 45% increase in areas 
of personal and social self esteem (Piers-Harris Self Con­
cept Scale), and (c) 33% successful mainstreaming after 
one year in the program U-1urphy, Hason and Wilson, 1980). 
The Oklahoma CSDC has been funded through a grant from 
the United States Office of Education to become a Developer/ 
Demonstrator Site. The Oklahoma CSDC will provide training 
to schools wishing to adopt-adapt this program. The model 
1S also available for on-site visits to all interested per­
sons. The National Diffusion Network (NDN) is responsible, 
through state facilitators located in all fifty states, for 
assisting schools in adopting exemplary projects. 
Career Orientation 
Career ~ducation for the LD adolescent has received 
li-ttle ;;~ttention among professionals in special education. 
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Irvine, Goodman, and Mann (1978) were able to cite less 
than fifteen references to career preparation of the LD 
student. This si-cuation is not surprising since special 
educators have traditionally been oriented to the remedia­
tion of basic skills anI processes. The relevance of inten­
sive academic programming needs to be reassessed in light of 
each student's current education status, pas-I:; history and 
future goals. LD specialis-ts lvorking with LD adolescents 
are seldom infomed or actively involved in career educa­
tion and occupational preparation. In a survey of high 
school LD resource teachers, D'Alonzo and Wiseman (1978) 
found that: 
Thirty-seven percent of the teachers seldom or never 
function in the role of planner or implementer of career 
education. Only 16;& performed -this duty on a regular 
1 •
DaS1S • Only 12?~ of the respondent s <21 ''lays or
 
very often are involved in the process of referring
 
students -to work-experience programs, .",hile 60% very
 
seldom or never are in-volved in placement s to the
 
I · (p. ~05)wor.<:-experlence program. '"' 
It is generally assumed that as a result~ of their educa­
tion experiences students will learn the Cltti-cudes, values, 
and skills that will make them productive members in society. 




as graduates or dropouts, 'Who are unable to function 
adequately in our society because they have no marketable 
skills and are not prepared for the many demands of adult ­
hood. Educators responsible for providing an appropriate 
education for LD adolescents must be knowledgeable about 
the issue of career education. This section examined the 
need for career education, legislation-pertaining to career 
education, and the definition of career education. For the 
purpose of this paper the terms career education and 
vocational education \.,rere used interchangably. 
The Need for Career Education 
Brolin and D IAlonzo (1979) 1n reviewing the litera-ture 
found studies have revealed that personality characteristics, 
social skills, and management of daily living affairs are 
critical to vocational and cOIT~unity adjustment. Stacts (in 
Brolin and DIAlonza, 1979) reported that although vocational 
preparation was recognized as a major need of handicapped 
citizens less than 2% of the estimated 10% of handicapped 
school age population was served by vocational education. 
Stacts noted that handicapped persons tended to be limited 
to segregated programs that offer skill preparation for a 
limited range of occupations. Davis and Weintraub (1978) 
reported the segregated specially designed vocational train­
ing programs and work experience programs usually prepared 
students for lower skill occupations as compared to a wide 
variety of occupations for which nonhandicapped were pre­
pared. Shworles (1976) predicted that by the end of 1977 
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about two m.illion handicapped persons would be leaving 
school without the skills necessary for productive work. 
Washburn (1975) noted that Habout 75 percent of all 
secondary LD students leave high school unemployed, un­
employable and without plans for a job or job trainingll 
(p.	 32). 
Hoyt (in Cegelka and Phillips, 1978) summarized 
current	 thinking: 
\ve have, for too long, seem.ed to act as though a 
handicapped person should ~e both pleased with and 
grateful for any kind of work society provides. Un­
like other persons, we seem to assume that, if a per­
son is handicapped, boredom on a job is impossible. 
Wor.se, much of socie·ty has seemed to assume that, 
while most persons should seek work compatible with 
their interests and apptitudes, such considerations 
are not necessary when seeking to find employment for 
handicapped persons. If any job in the world of paid 
employment can be found for the handicapped person, 
we seem far too often to be personally relieved and 
surprised when the handicapped person is anything 
less than effusively grateful. (p. 84) 
~egislation. The outlook for the handicapped in the 
\wrking world is improving. This changing outlook has been 
spurred on by several legislative mandates. 
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1. 1963 Vocational 'ducation Act. This act specifically 
c:J;:tended vocational education services to both handicapped 
and disadvantaged populations. wnen expansion in program­
ming did not follow, the 1968 .t\nendmen-ts to that law requir­
ed each state to spend a set proportion of federal vocational 
educa-tion funds to provide vocational education to handi­
capped students. This led to the developnent of special 
segregated vocational education programs. 
2. 1976 Amenclr.1en-ts to the Voce. tional Education Act;, 
P.L. 94-482. The 1976 amendments required states to spend 
at least 10% of their total federal allotment in vocational 
education for handicapped persons. It specifically man­
dated th~t handicapped students must be included in re~~lar 
vocational education programs lito the maXimUjl1 extent 
possible. II The funds had to be used in accordance with 
the existing state plan for the Education of the Handicapped 
Act. 
3. Education of the Handicapped Act, P.L. 94-142. 
This act mandated that appropriate programs be provided 
for handicapped children up to age 21 in the least restric­
tive environment possible. It specifically indicat;ed that 
~ variety of vocational education opportunities available 
to nonhandicapped children ~lould be made available to 
handicapped students. 
4. Vocational Rehabilitation Act of 1973, P. L. 93-112. 
Section 504: This section prohibited discrimination 
on the basis of a handicapping condition. It also affirmed 
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vocational education accessibility for handicapped students. 
Subpart D sets forth requirements for nondiscr~nination in 
pre-school through adult education programs and activities 
includinci secondary vocational education programs. 
Section 503: This section required that every 
employer doing business with the federal government under 
a contract for more than $2,500 take lI a ffirmative action 11 
to recruit, hire, train and promote handicapped individuals 
(Cagelka & Phillips, 1978; Razeghi & Davis, 1979). 
Definition. Career education in the past was defined 
(Hoy-t, 1972, 197 5; ~iashburn, 1975) with a primary emphasis 
on preparation for paid employment even though one's career 
consisted of many different roles: occupational, social, 
leisure, and inte~personal. In 1977 Hoyt (in Brolin and 
D'Alonzo, 1979) defined career education as an effort armed 
at refocusing American education and the actions of the 
conununity in ways -that will help individuals acquire and 
utilize the knmvledge, skills, and attitudes necessary for 
each to make a meaningful. produc-tive, and sat~isfying 
way of living. He defined work as paid or unpaid employ­
ment (leisure time, volun-teerism or homemaking). 
Vocational education was defined in P.L. 94-142 as 
organized educational programs which are directly related to 
-the preparation of individuals for paid or unpaid employment 
or for additional preparation for a career requiring other 
than a baccalaureate or advanced degree. 
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Brolin and DIAlonzo (1979) defined career education as 
a total education concept not intended to replace present 
ecluca-tion practices, but rather to help make 011 instruc­
tional ~l~teriC)ls personally relevant by restructuring it 
around a career development theme. Miller (in Leggett, 
1978) ident~ified the basic career education elements as: 
(a) career awareness; (b) self-a,"areness; (c) appreciation 
attitude; (d) decision making skills; (3) economic aware­
ness; (f) skill awareness and beginning competence; (g) 
employability skills, and education awareness. 
Career Education Program Options 
Ivi1liamson (1974) offered the following guidelines 
for developing career education programs for the LD adoles­
cent: 
1. Career education programs must not replace basic 
academic skill training. A combination of vocational and 
academic training should be provided. 
Career education programs should offer a Hide 
ran<Te of al-ternati ',res frOI;t technical vocational training 
to college preparation. 
3. Career educat~ion programs should reach beyond the 
I1narrow concept of occupational orientation l1 to deal with 
emotional problems and social relationships as well. 
4. The career education program should provide the LD 
student with marketable skills applicable to many occupations. 
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~'lashburn (1975) reconmertded a model of Vocational Entry 
Skills for Secondary Students. This model emphasized the 
following: 
1. Vocational academics. This included survival read­
ing, writing, spelling, and math, as they were relevant to 
vocational learning and everyday living requirements (using 
phonebook, understanding advertising, following written 
instructions, etc.) 
2. Vocational physical education. This lv-as to further 
develop deficient visual-motor and coordination skills in 
the LD adolescent. 
3. Vocational resources. This developed an awareness 
of community resources and trained students to search out 
information they ,,,ill need after their school years. 
4. Vocational kno,v--ho'v-. This stressed training in 
skills required to get and keep a job. Experiences in 
interviewing, conversation, resum~s, money management, 
transportation,and driver education were provided. Developing 
personality and social skills were also included. 
5. Basic vocational entry skills. This developed 
generalized work skills and appropriate attitudes through 
hands on experience. 
5. Vocational placement. This was accomplished through 




\viederholt (1978) recommended using the Adult Per­
formance Level (APL) program \'lith secondary LD students. 
The APL program was federally funded and was housed in the 
Industrial and Dusiness Training Bureau, Division of Ex­
tension, at the Uni'.rersity of Texas at Austin. It was 
designed to measure the proficiency of young adults in skills 
necessary for minimal levels of educational and economic 
success in society. It focused on functional skills rele­
vant to everyday living rather than em?hasizing purely 
academic knowledge. It was a t\'io-dimensional construct 
tha"t consisted of applying a set of skills to a set of 
general knmv1edge areas. The skills include: (a) reading; 
(b) writing; (c) speaking/listening/viewing; (d) computation; 
(e) problem solvi:lg; and (f) interpersonal relationships. 
The knowledge areas included consumer economics, occupation­
al knowledge, health, community resources, and government 
and law. 
The APL program had developed written objectives for 
the five knowledge areas, content area measurement devices, 
available frrun The l~erican College Testing Program, and 
multi-media instructional programs. 
Brolin (in Cegelka & Phillips, 1978) suggested a compe­
tency based approach to meet the needs of the secondary LD 
student. In this system, academic skills played a suppor­
-tive role, being vimved primarily as a means to attaining 
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occupational, daily living and personal-social competencies. 
This approach specified 22 competencies and 102 subcompe­
tencies tha·t mildly handicapped students should attain. 
Cegelka and Phillips (1978) and Wiederholt (1978) 
supported Marland's career education model. In this model, 
career education ".;as viewed as a life long, continuous 
process Hhich began in preschool or in the home and contil1.u­
ed through formal education on into adulthood. 'The develop­
ment of self awareness and. positive work attitudes were 
continuous throughout the school program. In grades one 
through eight the career education content focused mainly 
on developing career awareness and occupational orienta­
tion to and exploration of several career clusters. 
During the senior high school period, content in 
career education "'las aimed at indepth occupational explora­
tion, development of entry-level skills and specialization 
in one cluster. 
~Iauser and Guerrio (1977) proposed a Life Roles 
Curriculum for LD students. In this model, instruction 
was based on the life roles LD students will be expected 
to assume. The four life roles identified by the model 
were Consumer, 'lorker, Private Person, and Citizen. From 
the four roles, topics related to each role were identified. 
For example, under the role of Private Person the topics 
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health and nutrition., recreation., and vacation planning 
might be listed. Each topic or group of topics was then 
used as a basis for writing student objectives according to 
subjects or basic skills. For example: 
Role: Private Person 
Topic: Vacation Planning 
Subject: Mathematics 
Objective: The student will plan a vacat~ion given 
certain time and financial parameters. 
(pp. 65-67) 
Su.1nmary. Career education as a program orientation was 
examined. Statistics shm·;ed that. unemployment., underemploy­
lllent and poor or limited job preparation ,.,ere maj or problems 
for handicapped persons. Career education was defined as 
paid and unpaid employment. Knowledge., skills., and at-ti-Gudes 
necessary for functioning in society were considered the 
major elements of career education. It ,,,as noted that pro­
visions for (a) inclusion of handicapped students in regu­
lar vocational education, (b) equal opportunity in program­
ming, and (c) non-discriminatory hiring practices were 
mandated by law. Several cnreer educat~ion programs l'lere dis­
cussed. Most seemed to include development of self-aware­
ness., at-titudes, and skills relevant to everyday living, 
as well as occupational exploration and preparation. 
CHAPTER III 
SU~WU~Y AIID CONCLUSIONS 
In-!::;roduction 
The demands of P.L. 94-142 to provide an appropriate 
education to all handicapped students ages 3 to 2l~ and 
the passage of elementary LD children to secondary schools 
has led to recent development of programs for LD adolescents. 
These programs have been based on limited research. 
Students in need of help at the secondary level cannot 
wait for research to provide answers to crucial questions. 
However special educa·tors responsible for the design and 
implementation of programs for LD adolescents need to be 
aware of current trends and issues in special education so 
tha-t they can make decisions ,"hich will be productive for 
the secondary LD student. 
Sununary· 
This paper reviewed the ideas and opinions of the 
leaders in the field and examined existing model LD programs 
for t;he purpose of determining ,·,hat program components 




The period of adolescence, characteristics of the LD 
adolescent, and the nature of the secondary school were 
also examinctl. Kn01v1cdge of these areas \'las considered 
absolutely necessary for designing appropriate educational 
services for LD adolescents. 
The reveiw of literature identified three major program 
options: (a) remediation of basic skills; (b) a compensa­
tory based approach; and (c) a functional or career educa­
tion program. The experts have moved towards ackn01'11edg­
ing that each approach has value with certain students. 
Because of the lack of data it is difficult to justify the 
application of any of these approaches. Each of the above 
prosram options needs to be carefully documented in terms 
of: 
1. the type of youngster it serves (age, I.Q;., behavior 
characteristics, learning and achievement characteristics, 
etc. ) , 
2. philosophy and rationale 
3. staff training, capabilities and support. 
Of the model programs examined most had mainstreaming 
as their goal. ~lost of the models stressed individualization, 
and diagnostic-prescriptive teaching. Services \vere usually 
provided on a con-tinuu..'i1 fron resource room to self-contained 




1. The lack of empirical data should not prevent 
provision of services to secondary LD students. The litera­
ture contained many valuable suggestions for programming. 
The suggestions can be used for defining specific objectives 
and selecting and developing programs for the LD adolescent. 
2. Research comparing the various approaches is needed 
to determine the efficacy of one approach over another. 
Various approaches need to be evaluated as'to their success 
in meeting objectives. The validity of the objectives 
themselves also need to be researched. 
3. Research should shift from a total concentration 
on ,-;eaknesses to an exploration of strenbrths, in an effort 
to better underst~nd the LD adolescent. 
4. Considering the special demands of the secondary 
school setting and urriculum, the unique needs of adoles­
cence, tind the future roles the adolescent is facing, 
secondary education of LD students requires a different 
-type of intervention strategy from that ,....hich is typically 
used in the elementary schools. 
5. Because secondary LD ,students are different In 
their abilities, disabilities, and motivation there is no 
single approach for all LD adolescents. Overdependence on 
only one approach should be avoided. Each instructional 




6. One factor seldom mentioned in the literature ,,,as 
the involvement of the students in planning the program. 
DeC3use of increased independence, resistance to being 
identified LD, and the reduction of parental influence in 
the student's everyday life, secondary students should 
participate heavily in the design of the program components. 
7. Secondary LD programs need to consider the negative 
effects of prolonged failure on LD adolescents. Full at-" 
tention must be given to the accompanying problems of social 
adjustment, social perception, poor self-concept, and lack 
of motivation. Such problems are potentially a greater 
hindrance to success and adjustment in life than is the 
failure to master certain academic concepts. 
8. Career ec~cation for the LD student is an essential 
componen"t of the total progran. Career education must in­
clude development of self a'''areness, personal, social and. 
l'1Ork attitudes as l~'ell as development and preparation 
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